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Abstract 
Teachers serving students from low-income backgrounds, students with disabilities, and 
students from underrepresented racial and ethnic backgrounds are experiencing a myriad of 
challenges due to the pandemic that is exacerbating existing inequities and risks. The purpose of 
this study was to assess whether and to what extent teachers received access to professional 
development support that would enable them to more effectively respond to the education to the 
challenges experienced in managing through COVID-19 and evaluate the impact of this access 
on their perceptions on student engagement. Using the RAND 2020 American Teacher Panel 
(ATP) COVID-19 collected in October 2020, four clusters of support and resources were 
identified: Most Supported, Least Supported, Moderate Supported A (received support primarily 
with students with Disabilities) and Moderate Supported B (received support primarily with 
diverse backgrounds). Teachers classified as relatively less supported groups were more likely to 
be teaching in more urbanized settings with larger size schools than the other clusters and 
perceived their students as attending less often and being less ready for grade-level coursework. 
Recommendations for school psychologists and human service professionals organizing 
professional development to address teacher self-care and social emotional learning are 
described. 
Keywords: Teacher support, Diverse student learners, Rural education, Academic engagement, 
COVID-19 
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Introduction 
The rapid increase of COVID-19 resulted in unprecedented disruptions to education 
systems in the United States and throughout the world (DeMatthews et al., 2020). The pandemic 
forced schools to adopt remote learning strategies to supplement instruction when full in-person 
instruction was no longer feasible due to either community infection rates or when new distance 
requirements forced the adoption of hybrid learning models. Remote learning requires new 
teaching models and many communities are struggling with technological infrastructure as it 
quickly became apparent that not all communities have the same internet access, and financial 
resources to invest in needed technology (Akat & Karatas, 2020). COVID-19 has created a 
double burden for educators. One burden is the fact that as adults, educators are struggling to 
manage the same emotional uncertainties, family/work/life balance challenges and various 
insecurities that we are all facing. The second burden is needing to learn new technologies and 
teaching pedagogies to engage in remote learning as well as to address the trauma and social 
emotional learning needs of their students. During this pandemic, educators are thrust into the 
role of serving as frontline mental health responders, a role for which many feel unprepared 
(Rothi et al., 2008; Tate, 2012).   
For teachers serving students from low-income backgrounds, students with disabilities, 
and students from underrepresented racial and ethnic backgrounds, they are witnessing a myriad 
of ways in which the pandemic is exacerbating existing inequities and risks. Many of their 
students are not receiving access to critical services they otherwise would not have access to 
including access to meals, medical care, disability support services, and mental health services 
(Hoffman & Miller, 2020). 
Without access to the support and professional development needed to manage through 
COVID-19, TEACHER SUPPORT, DIVERSE STUDENTS      
 4 
the many challenges and disruptions posed by COVID-19, the added stress and potential trauma 
faced by teachers who may be experiencing their own distress while also being concerned about 
the welfare and safety of their students are likely to result in their becoming demoralized 
(Santoro, 2018). Santoro describes demoralization as resulting when teachers are no longer able 
to engage in essential teaching activities they know will have a positive impact on student 
learning.  
The purpose of this study was to assess whether and to what extent teachers received 
access to the professional development support in response to these COVID-19 related 
challenges and evaluate the impact of this access on their perceptions of student engagement. 
Given the different and complex ways in which crises such as COVID-19 impacts our 
communities (Tate, 2008), the study evaluated whether access and impact may vary based on a 
range of teacher characteristics including the demographic background of their students, the 
location of the school (i.e., rural, town, suburban, or urban), and school size. Using a nationally 
representative sample of teachers in U.S. public school through K-12 who were served in 
October 2020, the study sought to identify whether there were discernible patterns with specific 
research questions included: (1) what kinds of patterns appear in school’s support and resources 
for students with diverse learning needs? (2) Do school characteristics (school districts and sizes) 
vary across the different patterns in school’s support and resources for students with diverse 
needs? And (3) Do teacher perceptions of students' academic engagement during COVID-19 
(attendance and grade-level preparedness) vary across the different patterns in school’s support 
and resources for students with diverse needs.  
 
Method 
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Participants  
A total of 412 participants were selected from the RAND 2020 American Teacher Panel 
COVID-19 Response Survey 2 (American Educator Panel, 2020). The complete dataset consists 
of a nationally representative sample of 1000 teachers in K-12 U.S. public schools with 
oversampling of educators working in schools serving larger percentages of students from low-
income backgrounds and students from underrepresented racial and ethnic groups. The RAND 
ATP Survey used in this study is based on data collected in October 2020 (Robbins & Grant, 
2020). Weighted data were used to compensate for the limit of the sample size and to reflect the 
experience of all teachers across the U.S. Weight was calculated and provided by American 
Educational Panel based on school characteristics such as school level and districts, and teachers’ 
demographic information. The 412 teachers were selected for inclusion in this study based on 
their teaching students from all the following six at-risk student populations: Students with mild 
or moderate disabilities, students with severe disabilities, English language learners, Students 
from different racial/ethnic groups, Students affected by poverty, and Students experiencing 
homelessness.  
Variables  
The variables used in this study included the degree to which teachers received Support 
and resources, school characteristics (Urbanicity and School size), and teachers perceptions in 
students academic readiness and engagement (Perception of the percentage of students in 
attendance and Perception of the degree to which students are on grade-level).  
Support and Resources. In order to assess whether teachers received support to help them 
address the needs of their specific student population(s), teachers were first asked to indicate the 
different student populations they were teaching. Student populations included students with 
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mild or moderate disabilities, students with severe disabilities, English language learners, 
students from different racial/ethnic groups (i.e., BIPOC [Black, Indigenous, People of Color] 
students), students affected by poverty, and students experiencing homelessness.  Next, teachers 
were asked to indicate whether they “Received adequate guidance and support (from any source 
in your school system)” for each of the six student populations.  
School Characteristics. School characteristics both urbanicity and school size were 
provided from the Common Core of Data (CCD), which is the educational data based on public 
schools in the U.S. by the Department of Education. The school’s level of urbanicity was 
presented with a four-point ordinal scale that included Rural (1), Town (2), Suburban (3), and 
Urban (4). School size were presented with a three-point ordinal scale that included Small (1), 
Medium (2), and Large (3). Schools with less than 400 students were coded as small schools, 
schools with students’ number from 400 to 799 were coded as medium schools, and schools with 
more than 799 students were coded as large schools.  
Student Engagement. Two indicators were used to assess teacher perceptions of student 
engagement. School attendance was measured by the question of “Approximately what 
percentage of your students are typically present (whether remote or in-person) each school day 
this school year (2020-21)?” Teachers were asked to answer the percentage as numeric format 
between 0 to 100. Grade-level Preparedness refers to the degree to which teachers perceived 
their students ready to engage in grade-level learning expectations for this year in comparison to 
last year and was measured by the question of “How prepared are the majority of your students 
to participate in grade-level work this school year (2020-21), relative to their preparedness at this 
time last year?” This variable was coded with three scales like the following: “-2 = Significantly 
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less prepared than last year”; “-1 = Somewhat less prepared than last year”;  “0 = More prepared 
than or about the same as last year.”  
Plan for Analysis 
The data was analyzed in three steps. In step 1, Latent Class Analysis (LCA) using Mplus 
7 (Muthen & Muthen, Los Angeles, CA) was used to classify teachers into cluster patterns based 
on the level of supports and resources received across the six student populations. To identify 
the number of latent class cluster patterns, LCA uses statistical model fit criteria, including 
Akaike Information Criterion (AIC), Bayesian Information Criterion (BIC), Sample‐size 
adjusted Bayesian Information Criterion (SSABIC), Entropy, and Adjusted Lo‐Mendell‐Rubin 
likelihood ratio test (Adj.LRT).  Lower AIC, BIC, and SSABIC is used to calculate whether a 
model underfits or overfits the data, with lower scores indicating a better fit (Vrieze, 2012). 
Entropy refers to the quality of clustering within the data with scores closer to 1 indicating better 
model quality (Ramaswamy et al., 1993). Adj. LRT provides the statistical significance in 
whether a model with N (e.g., 5) number of cluster classes is significantly different from a model 
with N-1 (e.g., 4) number of cluster classes. If there is no significant difference between the 
models (e.g., 5 vs. 4), then the N-1 cluster (e.g., 4) is recommended as the final model (Tein et 
al., 2013). 
Both step 2 and step 3 were performed using SPSS Statistics 27. In step 2, multinomial 
logistic regression was used to assess whether teachers’ reported support and resources received 
in each cluster varied based on their school characteristics—level of urbanicity and school size. 
Multinomial logistic regression predicts the odds of receiving support and resources based on 
cluster pattern as well as school characteristics. In Step 3, Multivariate Analysis of Variance 
(MANOVA) was used to assess whether the cluster patterns varied in teacher perceptions of 
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school attendance rates and grade-level preparedness. Scheffe post-hoc test was used to examine 
mean differences between pairs of groups.  
Results 
Patterns of Covid-19 Resources for Students with Needs 
The results of the LCA model fit comparisons are presented in Table 1. A total of six 
cluster patterns were considered and based on the criteria described below the four cluster pattern 
model was selected as the most optimal solution.  Three of the information criteria indicators - 
AIC, BIC, SSABIC - indicated better fit as the number of latent groups progressively increased 
from the 2 to 4 cluster pattern solution.  The “better fit” is indicated by observing progressively 
lower observed scores for each increase in cluster until the 5 cluster pattern when all three 
showed increased scores.  Entropy was highest (closest to 1) in the two-groups model, but the 
results of Adj-LRT showed that the three-groups model was significantly different from the two-
groups solution indicating that it is a better solution than the two-groups model (p < .05).  
However, Adj-LRT also indicated that the four-groups model was significantly different and 
therefore a better solution than the three-groups model (p < .05) and was not significantly 
different from the five-groups model (p = 0.52). Therefore, based on the three initial information 
indices and the Adj-LRT analyses  the four-groups model was deemed to be the optimal model 
for explaining the patterns in support and resources for serving the six student populations. 
________________________________________________________________ 
INSERT TABLE 1 ABOUT HERE 
________________________________________________________________ 
The cluster pattern characteristics with respect to levels of support and resources 
received by the student populations served can be found in Figure 1 and Table 2.  The first 
COVID-19, TEACHER SUPPORT, DIVERSE STUDENTS      
 9 
cluster consisted of 35% of the educator sample who reported the highest support and resources 
across all student populations and was therefore referred to as Most supported. A total of 87.5% 
or more of the teachers in this group reported receiving support and resources related to all six 
student populations.   
The second cluster consisted of 41% of the educator sample which is also the largest of 
the four cluster patterns.  These teachers reported receiving the lowest amount of support and 
resources across all six student populations and are therefore referred to as Least Supported. For 
example, only 7.5% or less of the educators reported receiving support and resources for serving 
students with disabilities, students living in lower-income backgrounds or experiencing 
homelessness, and BIPOC students. 11% reported receiving support and resources for serving 
English language learners. 
The third cluster pattern consisted of 16% of teachers who received higher support and 
resources for serving students with disabilities and is referred to as Moderately Supported Group 
A. These educators reported receiving more support and resources for students with disabilities 
during the pandemic than students with other needs such as students from low-income 
backgrounds or students experiencing homelessness. More specifically, 93.7% of the educators 
reported receiving support and resources for working with students with mild and moderate, 
68.2% for working with students with significant or severe disabilities. They also showed a 
relatively high probability of receiving support and resources for serving English language 
learners (69.3%), but were less likely to receive support and resources for serving BIPOC 
students (39.0%), youth from low-income backgrounds (19.2%) and experiencing homelessness 
(5.6%).  
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The fourth cluster, which is referred to as Moderate Supported B, consisted of the 
smallest overall number of teachers (8%) who reported higher access to support and resources 
for serving BIPOC students, students from low-income backgrounds and students who are 
experiencing homelessness. A total of 86.6% of the teachers in this group reported receiving 
support and resources related to serving racially and ethnically diverse students and 81.9% 
reported support and resources for serving students from lower income backgrounds as well as 
74.3% reported support and resources for serving English language learners and 58.4% for 
serving students experiencing homelessness. However, only 49.3% of these educators reported 
receiving support and resources to serve students with mild and moderate disabilities and none 
reported support and resources to serve students with severe disabilities.  
 
________________________________________________________________ 
INSERT TABLE 2 ABOUT HERE 
______________________________________________________________ 
________________________________________________________________ 
INSERT FIGURE 1 ABOUT HERE 
________________________________________________________________ 
 
Patterns of Covid-19 Support and Resources and School Characteristics  
Multinomial logistic regression was used to assess whether the four cluster patterns 
varied with respect to level of urbanicity and size of school (Table 3). Most Supported cluster 
was used as the reference group in this analysis. In comparison to teachers classified as Most 
Supported, teachers who are teaching in more urbanized districts were more likely to be 
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classified as Least Supported (B = 0.21, p = .001), Moderately Supported A (B = 0.09, p = .001), 
Moderately Supported B (B = 0.49, p = .001). Also, in comparison to teachers classified as Most 
Supported, teachers who are teaching in larger size schools were more likely to be in classified 
as Least Supported (B = 0.14, p = .001), Moderately Supported A (B = 0.31, p = .001), and 
Moderately Supported B (B = 0.40, p = .001). 
________________________________________________________________ 
INSERT TABLE 3 ABOUT HERE 
________________________________________________________________ 
 
Patterns of Covid-19 Support and Resources and Teachers’ Perception in Students’ 
Engagement. 
In order to compare differences in teachers’ perception of students’ academic 
engagement during COVID-19, a one-way MANOVA was conducted with cluster patterns 
serving as the independent variable and teachers’ perceptions in students’ attendance and grade-
level preparedness serving as the dependent variables. The results indicated significant 
differences between the clusters with respect to perceptions of attendance (F [3, 1096391] = 
1350.33, p. < .001) and perceptions of grade-level preparedness (F [3, 1096391] = 15112.31, p. < 
.001). 
For perceptions of attendance, post-hoc analyses indicated significant differences 
between the four clusters with teachers in the Moderate supported A cluster (M = 84.92; SD 
=15.73) reporting higher attendance than teachers in the Most supported cluster (M = 84.49, SD 
= 16.68; Mean difference = 0.43 p < .001), Moderate supported B cluster (M = 83.11, SD = 
16.33; Mean difference = 1.81, p < .001), Least supported  cluster (M = 82.45, SD = 18.57; 
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Mean difference = 2.47, p < .001). Teachers in the Most supported cluster also reported higher 
attendance than teachers in the Moderate supported B cluster (Mean difference = 1.38, p < .001) 
and Least supported cluster (Mean difference = 2.04, p < .001). And, teachers in the Moderate 
supported B cluster reported higher attendance than teachers in the Least supported cluster 
(Mean difference = 0.66, p < .001) . 
For Grade-level preparedness, post-hoc analyses indicated significant differences 
between the four clusters. Teachers in the Most supported cluster (M = -0.86, SD =0.79) 
perceived their students as higher grade-level preparedness than teachers in the Moderate 
supported A cluster  (M = -0.94, SD = 0.82; Mean difference = -0.08; p < .001), Moderate 
supported B cluster (M = -1.03, SD = 0.74; Mean difference = 0.17;  p < .001), and Least 
supported cluster (M = -1.22, SD = 0.78; Mean difference = 0.36, p < .001). Teachers in the 
Moderate supported A cluster also reported higher grade-level preparedness than teachers in the 
Moderate supported B cluster (Mean difference = 0.09; p < .001) and Least supported cluster 
(Mean difference = 0.28; p < .001) . Teachers in the Moderate supported B cluster reported 
higher reported grade-level preparedness than teachers in the Least supported cluster (Mean 
difference = 0.19; p < .001). 
Discussion 
This study investigated whether teachers in U.S. schools are gaining access to the support 
and resources needed to manage through COVID-19 and evaluated whether differential access to 
supports and resources may impact their perceptions of student engagement. Using a nationally 
representative sample of teachers who were surveyed as part of the RAND ATP survey in 
October 2020, the results found that teachers could be classified into four cluster groups: (1) 
Most Supported (n = 144, 35%), received support for all students; (2) Moderately Supported A 
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(n = 169, 41%), which were teachers receiving supports and resources to work primarily with 
students with disabilities (n = 66, 16%);  Moderately Supported B (n = 33, 8%), which were 
teachers receiving resources and support for working primarily with BIPOC students, students 
from lower income backgrounds, and homeless students; and Least Supported (41%), which 
represented the largest of the four groups and reported receiving little to no supports and 
resources.  
While teachers across all four cluster patterns reported lower student attendance and 
grade-level preparedness compared to last year’s students, teachers classified as Least Supported 
reported significantly lower student engagement for both attendance and grade-level 
preparedness compared to each of the other groups. Teachers become demoralized when the 
conditions of the work context results in their being unable to engage in their valued teaching 
practices (Santoro, 2018).  By limited access to in-person instruction, COVID-19 is forcing 
teachers to adapt their professional practices and these results indicate that without access to 
support and resources, many teachers are at-risk for becoming demoralized as they experience 
their students as becoming increasingly disengaged.   
Moderate group A which serves high numbers of students with disabilities reported the 
highest attendance rates compared with the other groups. One possible reason for this is that their 
students may receive more personalized learning including one-on-one or smaller class size 
support as they learn, making it imperative that they attend classes to receive the services they 
need, and so perceptions of their attendance rates is higher than other groups. 
Large urban schools appear most likely to struggle in gaining access to support and 
resources to manage through COVID-19. This may be a function of the severity of the impact of 
the pandemic within urban communities, as well as the size of schools relative to the number of 
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staff needed to provide these supports. This is particularly concerning given the likelihood that 
urban schools are more likely to serve BIPOC and lower income youth populations.  It is also 
concerning that teachers reporting less access to support and resources also report lower 
attendance rate and grade-level preparedness.  
Implications for Practice 
To support teachers and students in managing the emotional distress brought about by 
COVID-19, the National Council of Teachers of Mathematics (NCTM, 2020) advises districts to 
provide support and resources to teachers that enable them to effectively adapt to the disruptions 
of remote and hybrid teaching models by allowing teachers to modify their curriculum and 
professional development (NCTM, 2020) and adopt new pedagogical strategies as they design 
remote instruction practices (McDonald, 2020). In addressing the disruptions brought about by 
COVID-19, teachers need emotional supports and resources that will enable them to cope with 
the complex learning demands of remote teaching and less time providing direct instruction, 
especially teachers serving high need student populations such as students with disabilities, 
students from low-income backgrounds, and students significantly affected by the conditions 
created by the pandemic. 
 One important emotional support includes helping teachers engage in their own self-care 
and learn how to help their students engage in self-care given the challenges of  remote teaching. 
To support school psychologists and other district human service professionals in designing self-
care supports and resources for educators, parents, and students, the American Psychological 
Association (2020) published a report titled The Great Unknown: 10 Tips for Dealing with the 
Stress of Uncertainty. This report describes a range of self-care strategies teachers and parents 
can consider when dealing with major events such as COVID-19.  Solberg (2020) created a free-
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access guide and presentation materials that can be used by school psychologists and human 
service professionals.  The guide provides links to a range of practices and resources that 
teachers, educators and parents can consider in developing their own self-care plan as well as 
strategies for supporting students in developing their own self-care plans as well.  
  Given the extreme isolation associated with quarantine demands and social distancing, 
creating new strategies for maintaining social support is critical due to its role in buffering one 
from negative impact of stress.  Zhou (2020) proposes a cooperative model for providing social 
support to children and adolescents during the pandemic to offset psychological distress. Based 
on the bioecological systems theory by Bronfenbrenner, Zhou proposes a systemic model of 
psychological services that requires an integration of social provisions of support with school 
and family resources.   
 It is important that school psychologists and other district human service professionals 
recognize that a key element in increasing access to support and resources is to maintain teacher  
and student morale and well-being in order to prevent further burnout and demoralization  
(Santoro, 2018).  One example is of the Commerce Independent School District in Texas 
(Tremmel et al, 2020). Tremmel and colleagues examine how this rural locality contended with 
providing students with special needs services during the pandemic. Nearly half of the students 
are from low-income backgrounds and are predominately BIPOC (22% Black, and 21% Latinx 
students). The district responded to the crisis by increasing communication, collaborating 
creatively, and providing additional professional development. A strength of rural educators is 
they often have closer connections with students and families and in this school district they 
were able to maintain strong lines of communication with the families of their students. In 
addition, special education teachers received two-day workshops to increase their self-efficacy 
COVID-19, TEACHER SUPPORT, DIVERSE STUDENTS      
 16 
for provide quality services within a  remote learning environment. The professional 
development enabled teachers to effectively document and monitor student IEP progress despite 
school closures. The flexibility of district leaders to address the sudden changes brought about by 
the pandemic was also key in managing the varied needs of key stakeholders, including parents, 
students and teachers (Tremmel et al., 2020). Some of the limitations they faced were due to 
their economic disadvantages and geographic isolation such as slow broadband connectivity and 
lack of access to specialists. This example highlights the diverse and unique considerations each 
local school district and community faces during the pandemic. 
 A team of district psychologists, counselors and social workers in Marblehead School 
District in Massachusetts collaborated in using the Collaborative on Academic, Social and 
Emotional Learning (CASEL) reopening resources (CASEL, 2020) to design and implement a 
self-care professional development workshop for educators.  During the academic year, the 
teachers were divided into small groups that met with a district team member regularly to 
identify ways to integrate social emotional learning activities into their remote learning 
curriculum (Slavet, 2020).  The team also added a community facing mental and social 
emotional website to the district suite of reopening resources (Marblehead School District, 
2020).  The mental and social emotional resource topics include “identifying difficulties,” 
“promoting health and well-being,” “Covid-19 and Grief,” and “resources for teachers and staff.” 
Limitations  
Even though using the weighted secondary-data is helpful to acquire generalizable results 
and conclusions, all of the variables were measured using a limited number of items. Survey 
questions developed by the American Educational Panel (2020) only included one item per each 
variable which means that it was not possible to assess their reliability and validity. Additionally, 
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perceptions of teachers with regards to attendance and grade-level learning were used in this 
study for illustrating the relation between COVID-19 support and students' academic 
engagement. These variables are subjective perceptions of teachers and may not reflect actual 
academic engagement with respect to changes in attendance and grade-level preparedness. 
Conclusion 
The COVID-19 pandemic is an unprecedented global event (Sider, 2020). This study 
found that many teachers are not receiving access to the supports and resources needed to 
redesign the content and delivery of their course materials, especially teachers working in more 
highly urban settings and working in schools with larger numbers of  students with disabilities, 
English language learners, BIPOC students, students from low-income backgrounds or students 
experiencing homelessness. One consequence of not receiving access to support and resources is 
that teachers are less prepared to address the learning needs of their students which can 
contribute to teacher burnout and demoralization as they experience their students becoming 
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Table 1. Model fit criteria by the number of latent groups 
Number of 
latent groups 
AIC BIC SSABIC Entropy Adj.LRT 
2 2344.545 2396.818 2355.567 0.92 0.000 
3 2209.688 2290.109 2226.64 0.88 0.011 
4 2171.313 2279.881 2194.20 0.88 0.049 
5 2175.980 2312.695 2204.805 0.90 0.522 
6 2179.191 2344.053 2213.952 0.85 0.947 
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Table 2. Probability to get COVID-19 support and resources for diverse student learners (%) 




Mild and moderate disability 100 6.1 93.7 49.3 
Severe disability 87.5 0.4 68.2 0.0 
English language learners 92.8 11.4 69.3 74.3 
BIPOC 97.8 7.5 39.0 86.6 
Students from low-income 
backgrounds 
100 2.4 19.2 81.9 
Homelessness 95.6 0.0 5.6 58.4 
 
  
COVID-19, TEACHER SUPPORT, DIVERSE STUDENTS      
 24 
Table 3. Multinomial logistic regression 
 Least supported Moderate supported A Moderate supported B 
 B SE B SE B SE 
Intercept -0.80*** 0.01 -1.80*** 0.01 -3.87*** 0.02 
Urbanicity 0.21*** 0.00 0.09*** 0.00 0.49*** 0.00 
School size 0.14*** 0.00 0.31*** 0.00 0.40*** 0.01 
Note: Reference group - Most supported; *** p < .001 
  




Figure 1. Latent patterns of supportive environments for students with needs. 
 
 
 
 
